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Introduction
As we examine how teachers' beliefs influence their pedagogy, we can begin to understand how change happens for educators in their practice and move forward, challenging perceptions and breaking down barriers that remain obstacles for creating inclusive learning environments for all students in all schools. Kgothule & Hay (2013) attest that in order for inclusion to be systematically and competently implemented, the views of school principals and teachers regarding inclusive practices must be established and developed; which is not a simple task. Despite reporting positive views of inclusive education as an idea, educators identified the practical implementation of inclusion to be problematic for their teaching practice (Avramidis & Norwich, 2002; MacFarlane & Woolfson, 2013; Scruggs & Mastropieri, 1996) . Although teachers perceived inclusion to have benefits for students with exceptionalities, including the development of independence and socialization skills, Mukhopadhyay (2014) reported that overall teachers had a negative attitude towards inclusion of students with exceptionalities in their classrooms. Based on the aforementioned literature, the present paper examines how one's general positive beliefs about inclusion can be shifted into classroom practice. A review of the current literature on teacher attitudes of inclusion and teacher change will be reviewed, and connections that support a framework for the relationship between teacher perception and successful inclusive practice will be discussed.
Background on Inclusive Education
As a result of the Salamanca Report (1994) , systems of education all over the world have been adopting inclusive approaches to education. This framework is based on the premise that neighbourhood schools will accommodate all children despite disability (UNESCO, 1994) . UNESCO (1994) describes inclusive education as a way of acknowledging and programming for the diverse needs of all students by allowing for full participation in the education system and in the community. The agreement indicates that in order for successful inclusive practice to occur, curriculum, teaching approaches, and strategies need to change. Inclusive education involves changes in content, approaches, structures and strategies, with a common vision that encompasses the needs of all children (UNESCO, 1994) . It is on the premise, as outlined by UNESCO, that many school boards have developed inclusive policies and continue to work towards implementing inclusive practices that meet the needs of all learners by ensuring their participation in the classroom and the school (Reiser & Secretariat, 2012; Sharma, Loreman, & Forlin, 2012) . Inclusive education can be described as a place where all students are educated in grade appropriate classrooms with their same age peers in their local schools regardless of having an identification of a disability. Students with disabilities go to the same schools as their siblings, have the same learning opportunities, and are engaged in the academic and social activities of the classroom, just as the other children (Bennett, 2009 ). Porter (2010 further explains that schools that are inclusive support not only the students with disabilities, but also to their teachers in order to accomplish individual goals that are meaningful. Educators and administrators understand inclusion to be about how environments can be created so that all students can be successful, regardless of their ability (Porter, 2010) . Giangreco, Cloninger, Dennis & Edelman, (1994) proposed that inclusive classrooms should demonstrate five characteristics: heterogeneous grouping, a sense of belonging, shared activities with individualized outcomes, use of environments frequented by people without disabilities, and a balanced educational experience. Although there are many visions of what inclusive education should entail, the message is consistent: students of all abilities should have equal opportunities in their classrooms and schools as well as a sense of belonging and success.
According to Sharma et al. (2012) , school boards, administrators and teachers are recognizing that creating truly inclusive schools requires changes in traditional and common practices. In order to accurately comprise the diversity of disability, an inclusive philosophy must be embraced which places the school system accountable when a student is struggling, and not the student. Imbedded practices contrary to this ideal prevent the creation of inclusive classrooms for all students regardless of exceptionality (Bennett, 2009; Sharma et al., 2012) .
Many teachers are open and willing to attempt the development of inclusive environments. They question however, what skills are necessary to implement inclusive practices, and how assessment can take place, particularly when only an adequate level of competency is obtained (Sharma et al., 2012) . The main barriers to creating inclusive classrooms as identified by teachers include: not having appropriate training in special education, classroom management problems, a disconnect with collaboration between general and special educators and, teachers' perception of a lack of appropriate resources and support to create successful inclusion (Bennett, 2009; Vaughn & Schrumm, 1995) . Classroom teachers recognize that implementing fully inclusive practices impact their role in the classroom. In order to address the diversity of abilities in the classroom teachers must adjust teaching styles including how they program for, plan and execute curriculum (Forlin, 2001; Reiser and Secretariat, 2012) . Most research on implementing inclusive practices indicates that in order for teachers to be effective and ensure each student is successful, ongoing professional development and support from administration and experts in the field is required (Bennett, 2009; Forlin, 2001; Porter, 2010; Vaughn & Schrumm, 1995) .
Teacher Attitudes Regarding Inclusion
As the number of students with exceptionalities attending local schools continues to increase-due to integrated and inclusive ministry and school policies-classrooms will become increasingly diverse, challenging educators to re-evaluate their perceptions and ideals and adjust their pedagogy (Berry, 2011; Mukhopadhyay, 2014) . A significant body of research indicates that globally, teachers' positive attitudes towards the inclusion of students with exceptionalities are critical to successfully create an inclusive classroom. Given that school board and ministry policy regarding the inclusion of students with exceptionalities mandates inclusive practice to be implemented in the classroom, attitudes about students with exceptionalities is particularly relevant especially when teacher attitudes are negative (Male, 2011) .
In order for educators to successfully meet the diverse needs of their students, literature supports educators requiring adequate knowledge, thorough training and skills, as well as favourable attitudes towards inclusive education (Berry, 2011; Ivey & Reinke, 2002; Male, 2011) . Teachers' attitudes and willingness to include students with diverse abilities combined with their perceived confidence or sense of efficacy in being able to work with these students, are factors in determining the success of inclusion (Friend & Bursuck, 2009; Richardson, 1998) .
In similar studies on teacher efficacy, teachers indicated that they were more confident and could successfully teach while including students with exceptionalities in their classes once they obtained knowledge and skills (Leyser, Zeiger, & Romi, 2011) .
A literature review about teacher attitude regarding inclusion of students with exceptionalities found that overall teachers possessed a neutral or negative attitude toward inclusion of students with exceptionalities in their classrooms (Boer, de, Pijl, & Minnaert, 2011) .
In 26 studies examined, most teachers did not rate themselves as competent to teach students with exceptionalities. Boer et al. (2011) also cited several studies that showed teachers with one to five years of teaching experience held significantly more positive attitudes towards the inclusion of students with special needs when compared with teachers who possessed six or more years of experience. In comparison to years of experience teaching, Boer et al. (2011) reported that teachers who had experience and training with students with exceptionalities held more positive attitudes compared to those colleagues who did not have training or experience.
Positive attitude declining as years of teaching experience increases has also been supported in other literature (Alghazo & Naggar Gaad , 2004; Glaubman & Lifshitz , 2001 ). Mukhopadhyay's (2014) framework for stages of professional development for educators categorizes educators based on their beliefs about professional development and changing practice. Teachers who were at the stages of professional development of either Competency Building or of Enthusiasm and Growth (beginning half of their careers) were more willing to engage in pedagogical change when compared to those in the last half of their career, especially in the years before retirement (Boer et al., 2011; Mukhopadhyay, 2014) . Teachers have also identified that specific training was a critical prerequisite to effectively implement inclusion in their classrooms (Mukhopadhyay, 2014; Leyser, et al., 2011) . As in other studies, teachers expressed feeling unequipped with the knowledge and teaching experience necessary in order to decide whether they could effectively implement inclusion (Male, 2011; Kgothule & Hay, 2013) . MacFarlane & Woolfson (2013) found similar results; however, they concluded that teachers with only more training held more positive views of inclusion whereas teachers with more experience were less likely to hold positive views on including children with exceptionalities. These findings allude to the importance of the appropriate training including opportunities for authentic experiences in order to help teachers facilitate inclusive classrooms. Jordan et al. (2010) examined the relationship between elementary general education teachers' beliefs about disability, their roles in inclusive classrooms, and how these variables were related to teaching practices. Their findings indicated that 25% of the teachers interviewed held 'pathognomonic' beliefs, "disability is an internal, fixed, and pathological condition of the individual that is not amenable to instruction" (p. 262). Teachers who held these beliefs, focused on the label of the disability as the explanation for the student's underachievement, and thus believed that students with disabilities were the source of their own learning difficulties. On the other hand, teachers with 'interventionist' beliefs viewed disability as "created in part by a society that is designed for the able, and that creates barriers for those who have disabilities" (p. 262). Jordan et al. (2010) found that only 20% of the teachers held interventionist beliefs and also viewed creating access to learning opportunities by use of accommodations and work as their responsibility.
Independent of the terms used to describe teacher beliefs, teachers' general perceptions about disabilities (whether positive or negative) influenced their attitudes about including students with disabilities in regular classrooms. Although there are structural factors including training and support, which can influence teacher ability to implement inclusion; attitudes and beliefs of disability and inclusion were the most confounding factors in the aforementioned literature. The more positive attitudes held by newer teachers are indicative of their lived experiences regarding students with disabilities in classrooms. These teachers are in a position where they have lived through the beginning stages of the inclusion movement (as a result of the Salamanca Report, 1994) as students themselves. Newer and younger teachers do not have the same experience with special education as a student or as a teacher themselves who has an understanding of special education pre-inclusion and pre-Bill 82 (in 1980, Bill 82 was passed to make school boards in Ontario accountable for the education of students with disabilities). As our experiences both as students and educators shape our beliefs and attitudes over time, the process of how a change in attitudes and beliefs are deeply connected to pedagogy is examined further.
Teacher Change Process
The process of change as experienced by educators is a phenomenon in which researchers have attempted to understand in order to program for professional development (Richardson, 2008; Maskit, 2011) . In a long-term collaborative study of teacher change, (Richardson, 1994) found that when a teacher tries new activities, s/he informally evaluates the activities based on several factors to determine effectiveness, including but not limited to whether activities fit within his/her set of beliefs about teaching and learning, and whether the activities engage the students while maintaining his/her desired degree classroom control. It was concluded that if the teacher felt the activity did not work based on the previous criteria, it would be quickly abandoned or changed completely (Richardson, 1994) . Recently, Maskit (2011) furthered this finding and found educators responded to implementing change in different ways depending on the stage of their career. Teachers in the beginning and middle stages of their careers viewed change more positively, whereas, teachers at the end of their careers viewed change more negatively (Maskit, 2011) . Along with positive attitude toward change, teachers at the beginning of their careers were more actively involved in the number of attempts to implement changes in the classroom and may see the implementation of change as an inseparable part of their profession (Maskit, 2011) .
In further examining how one undergoes a change in perception, Pyhältö, Pietarinen, & Soini, (2012) explained the interrelatedness in the way educators perceived a change and their place within the change. Teachers often resisted change mandated or suggested by others, yet; research shows that teachers participated in voluntary change-which was self-initiated or selfdirected (Richardson, 1998) . Richardson (1998) believes teacher change is most successful when it is executed in a way that promotes teacher involvement in the process, and encourages coherence among teachers within the school or district. In explaining the sensitive nature of teacher change process, Richardson (1998) refers to Morimoto's (1973) view on change process; "When change is advocated or demanded by another person, we feel threatened, defensive, and perhaps rushed. We are then without the freedom and the time to understand and to affirm the new learning as something desirable, and as something of our own choosing. Pressure to change, without an opportunity for exploration and choice, seldom results in experiences of joy and excitement in learning" (p. 255). Pyhältö et al. (2012) found that those who perceived themselves as active change agents possessed a holistic and functional perception of the change. Despite that educators can and do identify change opportunities, the challenge for change remains that there is a lack of shared and informed assumptions about how change happens (Kgothule, & Hay, 2013; Pyhältö et al., 2012) . Jordan et al., (2010) , also found that the overall school environment had a significant influence on teachers' beliefs and their views about their own roles and responsibilities within the school structure.
Literature on teacher change and school change consistently indicates the essential support of school administration in creating a culture that embodies the change (Miles, 1998; MacFarlane & Woolfson, 2013) . Similarly, Jordan et al., (2010) found that teachers' beliefs were highly influenced by the culture and ethos of the school. The authors concluded that when interpreting beliefs, researchers need to understand the beliefs as socially contextualized by the views of the school as a whole, rather than from a personal viewpoint (Jordan et al., 2010) . Mukhopadhyay (2014) reports that teachers who have had training and direct experience with students with exceptionalities seem to be the most accepting and thus the most inclusive teachers, even when they have less teaching experience. It is important to consider from a school culture perspective that this is the teacher likely to have the least influence within the school in regards to change. Gibbs (2007) proposes that in order to effect change in teacher beliefs about inclusion, there needs to be an interaction between teacher perception of personal self-efficacy and the overall efficacy within the school building. Evans (1996) describes a teacher's readiness for change to occur when the teacher can balance autonomy with community. The ideal is a community of practice (the school) where teachers engage with each other in critical discussions regarding pedagogy and practice and encourage one another to be inquirers in this setting. Schools as communities of practice require many levels beyond teachers engaging in critical discussions. Administrators and school boards are factors that can support this process by providing opportunities for teachers to engage in discussions and reflections. Evans (1996) described the hierarchal structure of schools and school systems as the main challenge faced by schools or boards facilitating change where teachers are supported to develop their autonomy and fosters a community of learners. The challenge of having all levels 'buy in' is crucial in fostering this learning community and thus cannot be a top down or bottom up process: all members must be have ownership over the change process.
Changing Attitudes
Many constructed beliefs about disability and special education are rooted in historical understandings of disability. Changing educators attitudes and beliefs with regard to inclusion and disability can be a challenge; and even more so when the attitudes and beliefs have been embedded in one's belief system for most of his/her life. Teachers are often not aware of the assumptions, theories or educational beliefs they hold (Carrington, 1999) . According to Carrington (1999) , a teacher may adopt components of a stance that seem 'right' to them at some point in their career perhaps because they match the expectation of others, such as colleagues who they admire or with whom they affiliate. Within this understanding of belief development, a teacher's educational platform exists at two levels: that which they say they believe and intend (their espoused theory) and those assumptions, beliefs and intents one can infer from their behaviour (their theory in use) (Carrington, 1999) . This implies a conflict may exist at any given time where a teacher's beliefs do not align with how his/her behaviour is perceived by others. Carrington (1999) concludes that it is not until one's espoused theory of action matches one's theory in use that one's beliefs can be considered in alignment.
Research also suggests that in order to challenge and change their beliefs, teachers need the opportunity to actively engage and experience success in using inclusive practices in their classrooms and only then will they experience a positive change in attitude and perception about inclusion (Evans, 1996) . Richardson (1998) discussed a view described by Gallagher, Goudvis, and Pearson (1988) termed "mutual adaptation," where teachers systematically and thoughtfully approached their own change process. It was suggested that mutual adaptation might be the best methodology when attempting to evoke dramatic change (such as shifts in orientations and beliefs) regarding inclusion of students with exceptionalities (Richardson, 1998) . This being said, it is also important for educators to be given opportunities to engage in a change process and may benefit from guidance as they work through questions that arise from their personal reflection.
The Impact of Teacher Change on Inclusion
Connections can be made between teacher attitudes about students with exceptionalities and teacher change and this can be applied to teacher perceptions regarding including student with exceptionalities in classrooms. According to Richardson (1998) , it is necessary for teachers to create a sense of autonomy that goes beyond their classroom for the students they teach. When teachers and schools think globally about inclusion, they have a better understanding of how their efforts to create an inclusive classroom impacts the overall inclusion of students within the school, the program, and the community (Richardson, 1998) . In order to do this, the responsibility cannot solely be that of the teachers. Schools and school systems need to also be accountable for this change process by fostering change with the attitudes in which the school and school system impose (Richardson, 1998) .
In Male's (2011) study of teachers enrolled in a Master's programme in Special and Inclusive Education, there was an overall attitudinal shift for four of six categories of inclusion.
These findings suggested that the educators possessed more positive attitudes at the end of the course, compared to the beginning of the course. For this group of teachers, the process of change that occurred by being enrolled in this professional development course was a positive shift in attitude related to inclusion of students with exceptionalities (Male, 2011) . Teacher reports in this particular study indicated that assumptions and beliefs about inclusion were challenged, and as a result, their pedagogy and practice altered. Leyser et al. (2011) similarly found a significant effect when examining the intensity of exceptionality training the teachers engaged in, and the teachers' self-efficacy with respect to being able to implement successful inclusive practices in their classrooms. Teachers developed a change orientation that led them to reflect continually on their teaching and classrooms, and experiment thoughtfully with new practices. Through the development of their autonomy, the teachers in these studies became more confident in their decision-making ability, felt empowered, and took responsibility for implementing inclusive practice in their own classrooms (Richardson, 1998) . Similar studies found that in order for teachers to have a true change in beliefs and perceptions, it is necessary for them to have direct high quality interactions with students who have exceptionalities (Forlin, Loreman, Sharma and Earle, 2009; Sharma et al., 2012) . Finally, in order to challenge personal assumptions about individuals with disabilities, student teachers (and classroom teachers) needed to be provided with the time and opportunity to develop relationships with individuals with disabilities (Forlin, et al., 2009; Sharma, et al., 2012) .
Conclusion
This paper set out to examine the influence of teacher change process on attitudes and perceptions of students with exceptionalities and on teacher's ability to implement inclusive education. Although findings regarding teacher attitudes toward including students with exceptionalities in their classrooms are mixed, the data supports that teacher change and positive attitudes can take place through appropriate professional development. Through this analysis, we can better understand some of the processes that challenge teachers to implement inclusive education. Beliefs and perceptions fuel our pedagogy and practice. When school systems and administration provide teachers with opportunities to reflect on their practice and challenge their beliefs, the outcome can be changes in not only behaviour but also in rational that accompanies new inclusive practice (Evans, 1996; Pyhältö et al., 2012; Richardson, 1998) . The findings presented set the stage for future movement in teacher training and implementation of inclusive practice. Through authentic experience and opportunities for learning, teachers can, and do, change their perceptions. Once teachers have challenged their beliefs and find clarity in their outlook on what inclusion is, they need to be provided with practical knowledge and exposure to students with exceptionalities in order to carry out this new understanding. Jordan, Schwartz, & McGhie-Richmond (2009) suggested that there are two specific mindsets involved in a change of perception. Firstly, teachers who viewed diversity as normal and perceived that all children can learn tend to be more effective in teaching inclusive classrooms. These teachers disregarded a charity based model where children with special needs were in need of 'fixing', rather, focused on the idea that all children can learn and work to assist students with exceptionalities and develop fully. Secondly, effective teachers accepted that it was their job to teach all children and took ownership to break down barriers using differentiating instruction for all students in their class (Jordan, Schwartz, & McGhie-Richmond, 2009 ). When educators engaged in reflective professional learning related to inclusive education, they had the opportunity to create dynamic inclusive classrooms that met the needs of all learners. When a school environment is created to support teachers to engage in reflective professional learning and create inclusive classrooms, we will have a school that meet the needs of all the learners it serves. 
